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Preface

ThIs Technical Report describes training materials developed not only

for •he pilot study whose results are reported here, but for other inves-

tigations that are also part of the overall project, "Life Stress and

Coping Skills in Relation to Performa:'ce and Organizational Effectiveness.

A number of persons contributed to this work. We particularly want to

thank Judith Siegel, Ronald E. Smith and Barbara R. Sarason who provided

valuable help in preparinq this report.
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Coping with Academic Stressors: A Pilot Study

This report describes a pilot study conducted as part of a project

aimed at developing training programs in stress coping skills for specific

populations. Underlying Lhe project is the belief that inability to deal

adiptivwly with stressful situations has a deleterious impact not only On

the perf,)rmance of the individual with inadequate stress copinci skills but

also on orgarnizational effectiveness. In addition, the sense of satis-

faction and well-being of the individual and t• group also diminish.

While the major focus of the project is on developing stress coping

skills in the personnel of functioning organizations, it seemed desirable

to approach this task in a stepwise fashion. An impoDrtant first step is I
outlining the components of a stress coping skills program. Important

basic questions are: Does such a program have meaning and fare validity

for subjects? What elements should it comprise? Largely because of conven-

ience, it was decided to use students at a large urban university as subjects

for pilot work. It was felt that answering some basic preliminary questions

with this population would facilitate the more difficult task of conducting

research in a complex organization such as a police department. (Research

with a police department is currently underway.)

Because it was felt important to do pilot work on stress coping

stfills with persons who were experiencing some degree of stress, the

subjects for the pilot study reported here were students in academic

diffIculty. Much pilot work was conducted in developing the materials

used in thv study reported here. This work involved developing materials,

testing theist, obtaining subjects! reactions to them, and criticizing them

o,,irsel ves.
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Because a body of researchi literature already exists on test and

school anxieties, the topic of anxiety over evaluation seemed an especially

appropriate one for this preliminary effort. Sarason (1975 a) has des-

cribed the role of stress-rela'.ed preoccupations in evaluation anxiety.

lie has indicated the way in which self-defeating thounhts can seriously

interfere with information processing and cau-.e poor performance. It has

been denonstrated that certain individuals in evaluative situations are

prone to emit a variety of self-interfering thoughts. In fact, it has

been suggested that "the highly test anxious individual is one who is prone

to '.mit self-centered interfering responses when confronted with evaluative

conditions" (Sarason, 1975 b). I
These responses take the form of self-statements such as "I just don't

know enough tc pass this test," "I'll never g't finished in time,"

':1aybe I'm Just not smart enough to be taking this course," etc. This

type of self dialogue can havw several uffects. The self statements are

likely to increase further the. individuals' general level of arousal.

They are also likely to have ýa detrimental effect on attention and task

performance. To the extent that one is self-preoccupied, attention cannot

be directed toward task-relevant cues. It seems likely that preoccupations

interfere with attention and performance, not only in teAt-taking situations

but in other stressful situations as well. To the extent that interfering

thoughts are aroused under stress it would appear necessary to employ

procedures as part of a '-aininq program to deal with this cognitive com-.

ponent.

Attempts to deal with stress-related cognitions have been made by

. veral investigators. Wine (1970), for instance,has provided results

3
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suggesting that highly test anxious individuals benefit from attentional

training procedures which involve an emiphasis on making task-related

self-statements. A number of studies by 1'eichenbaum (1972; 1973; 1975),

have also suggested the usefulness of cognitive approaches in dealing

with anxiety, and have demonstrated that self statements are modifiable.

That is, 'Individuals can be trained to inhibit self-interfering responses

and emit more adaptive self-instructions. Since it seems reasonable to assume

that anxiety has both physiological and cognitive components vwhich may

affect performance, it would seem reasonable to deal with both components

in a stress coping skills proqram.

The present report describes a pilot investigation of a training

program designed along these lines which was developed to deal with the

physiological and cognitive effects of academically related stressors.

Three questions for which answers were sought include these: What are

the subjective reactions to the program? Does anxiety over academic

stressors decrease as a function of the stress coping skills program?

Do students' evaluations of their academic effectiveness become more

positive after participating in the program?

Method

Sibjects

The subjects were 19 undergraduate university students (12 males,

7 females) ranging in age from 21 to 33 years. The mean age was 24 years.

The subjects were either on academic probation or recognized serious

academic difficulties in themselves. Subjects were solicited in two

ways; (1) thro,.igh an advertisement in the university newspaper which

4



described a program designed for students with serious acadeoic problems,

and (2) by phone calls to students on academic probation asking them if

they wished to participate in such a program. The study was conducted

at the University of !Jashington durina the 1976 Sun, ner School.

rraining Program

The training program consisted of seven sessions over a three and one-

half week period. These sessions were conducted for groups of four to

five subjects each. The content of the program sought to make students

aware of the physiological and cognitive aspects of stress and help them

learn to cope with both aspects, particularly as they related to academic

stressors. The program consisted of several components which will now

be described.

Information About Stress

In the first portion cf the program, the students were given a general

overview of the entire program and given a handout entitled "Introduction

to The Student Stress Management Program" (see Appendix A). This material

described the purpose of the program, provided information concerning the

cognitive and physiological effects of stress as well as some preliminary

information as to how one can learn to cope with stress. This same

information was also presented to subjects within the context of a general

discussion concerning the effects of stress. Subjects also observed a

videotaped interview with a college student who described in very personal

terms the nature of the stressors confronting students in the academic

environment. Subjects were encouraged to think of sinilar academically

5
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related stressful experiences which they had encountered and how they

had dealt with them.

After this first session subjects were asked to comiplete a homework

assignment in which they nwnitored and recorded stressful situations

which they encountered between sessions and their physiological and

cognitive responses to these situations. Thas,! records were used as a

basis for discussion in the followinq session and served to nake subjects

more aware of the role of interferina thoughts and physiological roos-o••.s

in stressful situations.

Cognitive Modelina, The second unit of thz program focused specifically

on the role of cognitive factors in str.ess. Vid.eotaped riodeling

sequences were employed to show ho-a s,:If-prcccupations can interfere with

performance in stressful and school related situations. Thuse videotapes,

which required considerable script-writinQ and trial runs, also illus-

trated coping with self-interfering responses and modeled the use of

adaptive facilitative self-statements. A coping model format was used

in these videotapes. That is, the models were not presented (and did not

seem to be) paraqons. They ,•re rather typical students facing various

types of stressful experiences. The material was presented by means of

a cognitive modeling procedure in which subjeCLs viewed models dealing

with various stressful situations. Theso modeling tapes were developed

using a "talk out loud'procedurc so that subjects could hear the types of

self statements that went through the minds of the models. The videotapes

dep 4cted both maladaptive and adaptive cognitive thoughts by seemingly

allowing the subjects to tune into the models thought processes. The two



stressful situations employed w.ere a test taking situation and a situation

in which a student is in a classroom lecture, does not understand what is

being explained by the lecturer and is afraid to ask questions for

fear of looking stupid. (The scripts for those modeling scenes arc

presented in Appendix B.)

After observing these modeling scenes, subjects were involved in a

discussion centering around self-statements and the role they play in

influencing behavior. Emphasis was placed on how interfering thoughts can

result in decreased attention to task relevant cues and how they can serve

to further increase or incubate onet anxiety level. It was emphasized

that individuals can learn to inhibit such thoughts and emit self in-

structions which facilitate performance.

At the conclusion of this module, the students were given the home-

work assignment of entering a mildly stressful situation and observing

their reactions. They were instructed to attend only to task relevant

cues and to inhibit interfering responses. This homework assignment

was discussed in the followina session.

Relaxation Training. The students received two sessions of cue-controlled

or conditioned relaxation training (Russel and Sipich, 1973). Relaxation

training was accomplished using an abbreviated set of muscle exercises

similar to those employed by Paul (1966). After achieving relaxation,

subjects were instructed to focus their attention on breat•ing and to pair

the word "relax" with exhalation for a total of 20 trials. On ten of

these trials, subjects themselves produced the cue word subvocally. The

rationale behind t0is conditioned relaxation procedure is that if a

7 U : 2.



specific cue word is paired contiguously with deep relaxation this

cue may later serve to facilitate relaxation responses in anxiety arousing

situl.tions. It was felt that this Procedure complemented the self-

instructional approach to stress management that characterized the coping

skills training program.

Relaxation training was presented to each group as the learning of

a general self control procedure which might be applied in a variety of

stressful situations. Subjects were also given instructions In the use of

relaxation. Homework for this section of the program involved practicing

relaxation twice per day. Subjects were given a handout "How to Learn

Deep f~luscular Relaxation" presenting relaxation exercises that could be

used in carrying out of this homework assignment. This is

presented in Appendix C.

Attentional Training. This phase of the program was designed to aid

subjects in learning to focus their attention fully on task relevant

cues and to inhibit self-interfering thoughts. It was again emphasized

that individuals do talk to themselves and what they say either en-

hanccor interfereswith performance on academic tasks. The students were

encouraged to talk to themselves while performing certain tasks and to

employ self statements which would facilitate attention. The procedure

employed was similar to that used by Wine (1970).

Attentional training involved working on a variety of arithmetic

problems. It was made clear that the purpose was not to teach mathematical

techniques, but rather to provide training in attending. Subjects were

told that they would be asked to solve a number of these problems and that

S8
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they should talk to themselve! about what they were doing. It was pointed I
out that to the extent one talks to oneself about the task at hand (rather

than personal worries) self-preoccupying thoughts will be inhibited.

'This procedure was first modeled by the experimenter who worked one

problem verbalizing all of the arithmetical operations. After this l.iodeled

illustration, each subject was asked to complete a practice problem while

verbalizing outloud the appropriate mathematical operations. After each

subject had completed one practice problem, difficulties and problems in

carrying out this procedure were discussed by the group. The subjects

were asked to continue practicing this technique by working five additional

problems while talking silently to themselves. They wc, re instructed to

talk to themselves only about the task and to inhibit any interfering

thoughts. Afterwards any difficulties with the task were discussed.

Subjects were instructed to practice this technique while doing homework,

taking tests and enjgaing in other tasks which demand attention (the

instructions for this portion of the training program are presented in

Appendix D).

Practice in Coping. The final portion of the program was designed to

teach students how to utilize the various coping skills they had been

taught when dealing with stressful situations. To illustrate how one

might employ these coping skills, subjects were first shown a videotape

of a model who anticipated, confronted, and effectively deout with a

specific stressor, the threat of electric shock. This cognitive modeling

videotape depicted anticipating and dealing with a stressor as well as

the type of interfering thoughts and physiological reactions which often

9
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4 must be dealt with. Also depicted was the way in which one can effectively

use a combination of coping skills in handling the stressor.' The model

coped effEctively t sizing up the situation, inhibiting self-defeating

thoughts, employing adaptive self-statements that facilitate attention

to task related cues, and employing relaxation to deal with the physiological

"component of anxiety. Self ieinforcemient for coping was also modeled

(see Appendix E for the modeling script used in this phase of the study).

As part of this unit of the training program, participants were given

U practice in using coping skills. They were placed in what was for them

a relatively stressful situation. Thoy were instructed to use the skills

they had learned about from the training program and that they had observed

I• the model use. The specific task employed was a difficult anagram task.

Subjects were told that performance on this task was related to academic

ability and intelligence and that their performance would be compared to

the performance of others at the end of the session. They were than asked

to respond to this task one at a time and to solve as many of the anagrams

ds possible while being observed by others in the group. They were

reminded to talk to themselves while performing the task, to attend only

to the task and to inhibit task-irrelevant interfering thoughts. They

were also encouraged to utilize the relaxation skills which they had

acquired. Prior to performance, subjects were given several minutes notice

before their turn to perform in front of the group so th.-It they would

also experience the stress related to anticipating a stressor.

After participating in the program subjects were given an opportunity

to discuss any problems encountered in applying program elements. The

students were reminded that stress coping skills can be used in dealing

10
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with a wide variety of anxiety arousing situations. They were encouraged

to apply these coping skills in dealing with academic, on a regular basis,

Y -stressors. Table 1 reviews the content of the seven sessions of the

Coping Skills Training Program.

Dependent Variables

A variety of measures were obtained as a preliminary basis for

drawing inferences about the effects cf the coping skills program on the

subjects. Certain of these measures were used to assess changes in subjects'

ability to deal with academically related stressors. Others were employed

to assess more general changes that might occur. The instruments (,mployed

were the Test Anxiety Scale (Sarason, 1972), the State-Trait Anxiety

Inventory (Spielherger, Gorsuch, and Lushene, 1970), the Locus of Control

I'
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Table I

Content of Sessions in the Coping Skills Training Program

Session Number Session Content

One Pretesting
Overvirw of Coping Skills Program

Discussion of effects of stress (physiological and

cognitive componunts)
Videotaped Interview: Stress and the university student

Handout: "Introduction to Student Stress Management

Program."

Homework: Self monitorinq of stressful experiences

Two Discussion of homework assignment and handout material

Cognitive modeling: Test taking and question asking

Discussion of role of self statements

Homcwork: Enter into stressful situation, inhibit

preoccupations and attend to task-relevent cues.
Three Discussion of homework assignment

Introduction to progressive relaxation
Relaxetion training exercises

Homework: Practice exercises twice per day
Four Discussion of any difficulties with relaxation

Relaxation training exercises

Discussion of' role of relaxation in uoping

Homework: Continue practicing relaxation exercises

Five Attentional trainirig

Cognitive modeling (emphasis on how to combine coping
skills in dealing with stressurs).

Discussion of modeling tape

Six Practice in coping with stress (group exercise)
Discussion of any problems in coping and how to use

coping skills
Seven Overview of coping skills

Discussion: Coping with academic stressors
Post testing

12



Scale (Rotter, 1966), and a specially designed Coping Skills Rating

Scale. This latter measure required subjects to indicate on a 7 point

sca'• the degree to which they felt capable of coping, with a variety of

stressful situations (e.g. stressful situations in general, test taking

situations, public speaking situations, social situations involving same and

opposite sex, and urniversity life ir genieral). (Sarason & Johnson, 1976)

Summer school grade point averages were also obtained whenever possible.

Procedure

Subjects wnere assigned either to the coping skills group, described

abow;, or to a no treatment control group. Training in the coping skills

group (N = 9) was conducted by a doctoral student in psychology who had

been specifically trained in the procedures employed and who had participated

in the programs' development. The coping skills training program was

carried out in groups of 4 to 5 subjects each.

Pre and post treatment measures were obtained on subjects in the

coping skills group employing the measures described above. The same

measures were also obtained on subjects in the no treatment control gruup

(N = 10). An attempt was made to obtain grade point averages for the summer

term and for the last preceding quarter that subjects attended the University.

Unfortunately for administrative reasons, it was possible to ohtain summer

grades for only six experimental and seven control subjects. Because many

of the subjects had not been enrolled at the University of Washington

during the Spring, a pre-post comparison for grades was not possible.

Analysis of the data was accomplished by employing analyses of covariance

with pre-treatment scores on the various measures used as the covariate in

each case.

13



Results

A test anxiety analysis of covariance using pre treatment Test Anxiety

Scale scores as the covariate indicated a significant difference between

treatment and control groups. An F of 8.28 was obtained, which with 1/16

degrees of freedom was significant beyond the .02 level of significance.

Whereas the experimental group showed a decrement in Test Anxiety Scale

scores of 6.55, the control group showed an increase oF 1.10,

No significant differences were found between the two groups in terms

of State-rrait Anxiety scores or the Locus of Control Scale.

With regard to ratings of coping abilities, subjects in the experimental

group, as compared to controls, described themselves as being better able

to cope with "stressful situations in general." (F 5.18, df, 1/16,

P < .04). Likewise, coping skills subjects reported being better able to

cope with "test taking situations" (F = 5.36, df 1/16, P < .04). Subjects

in the treatment group also reported being able to cope with "public

speaking situations" at the end of the training program (F 6.0, df 1/16,

P < .03).

No differeices were found between the two groups in their rated

abilities in coping with social situations involving the same or opposite

sex or in terms of their ratings of ability to cope with "university life I
in general". The mean summer quarter grade point average for a group of

subjects who participated in the coping skills program was 3., and the

comparable mean for control subjects was 2.5. With N's of 6 and 7 respectively, A

1
the difference between these means was not significant.

14
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Table 2 presents the pre- and post-means for the experimental and

control groups for all dependent 'ivasures.

Table 2

Pre and Post Means on Dependent Measures for Treatment and Control Groups

Coping Skills Control Group

Measure Pro. Post Pro Post

Test anxiety 20.83 14.33 15.20 16.30

State anxiety 35.77 32.88 37.50 32.90

Trait anxiety 41.44 36.87 36.40 32.70

Locus of Control 8.00 8.55 8.70 6.20

Coping ability 4,77 b.G6 5.00 5.30
general

Coping ability 3.55 5.33 4.40 5.00tests

Coping ability 3.55 4.66 3.80 3.80
public speaking

Coping ability 5.66 6.00 5.50 6.10
opposite sex

Coping ability 4.66 5.66 5.60 5.60
same sex

Coping ability 3.88 5.11 5.30 5.60
University life

1

15

I



Discussion

The results of this pilot investigation Faggest that the Ccping Skills

Training program brought abDut a number of significant changes in the

participants. The experimental subjects showed a significant reduction

in test anxiety and rated themselves as being better able to cope with test

taking, public speaking, and stressful situations in general. The measures

on which subjects in the treatment group displayed the greatest change

were those measures most closely related to the specific content of the

coping skills program. This result together with earlier pilot work and

interviews with subjects suggests the importance of gearing coping skills

programs to problems and topics which have face validity for persons.

This means that training programs where possible should begin with problems

that ara real and pressing for participants aid not consist solely of what

is judged by others (even experts) as being in their best interests.

In this connection, it is important to remember that the subjects in

this study were students who were concerned about their academic work andj

status. The students either were on academic probation or felt personally

that they were academically deficient in certain respects. (There were no

significant or near-significant differences on the dependent measuresI

between the students who wqereL on proLation and those who participated in

the program simply because of h-eir own academic concerns.)

The present experimental program emphasized dealing with test takingI

situations, Cognitive modelinig procedures were also included in order to

depict appropriate coping thoughts and behavior in situations requi"ing

verbal assertiveness under stressful circumstances. (for example, asking

questions,.) The fact that the observed changes on the part of subjects in

16



the experimental group were found foil measures of tesit anxiety and ability

to cope with public speaking situations and not for measures of general

anxiety, locus of control, and ability to deal with social situations

supports 'the need mentioned earlier for training programs to have face

validity and relevance for participants.

Although in the predicted direction, the difference between the

treatment and control groups in grade point average was not significant. In

addition to the small N., the value of this dependent measure was seriously

limited because the coping S~i~IlS prog'ram was conducted during the summer

qudrter, in which students typically register for only one or two courses

and tend to receive higher grades than those given during thc regular

academic yezAr. The grade point average would probably be more sensitive

during the regular school year when most subjects take several courses and

are registered as regular students.

Information was obtained from students in the coping skills program

concerning their subjective evaluation of~ the program. Subjects were

asked a variety of questions regarding whether they would recommend theI

program to others displaying problemis dealing with stress, what they felt

should be added or deleted from the program, and the way in which theyI
changed their coping strategies as a result of participating in the

program. Responses were uniformly positive. All respondents indicated

they would recommend the prolram to others. Most indicated that -.hey had

found relaxation training to be useful and that they were also findingI
the self-instructional cognitive approach to coping to be quite useful

in focusing attentOion on tasks and in controlling self-defeating thoughts.

No subjects suqgiested that any of the components be deleted from the program

17



but a number of respondents did indicate that more sessions and a more

intense involvement in the program would be helpful.

Results of this study suggest that the coping skills program was

viewed as a valuable experience by participants and also suggest that

the program resulted in significant changes in subjecs'abilities to deal

with specific academically related situations. Further studies

studies are needed to refine this program and to determine the applicability

of such a program with other groups and in dealing with other types of

stressors. Further studies are also needed to determine whether such

programs are in fact specific in their effects, the degree of generalization

from them, and long term effects.

Stress management programs of this nature, dealing with both the physio-

logical and cognitive components of anxiety, may be useful in training not

only individuals currently under stress but also persons who are about i
to enter new and novel situations which may involve stress. As an extension

of this research an additional study is presently underway which evaluates

the effectiveness of a stress management program similar to the one described

here, using as subjects beginning freshmen in the University of Washington's

Educational Opportunities Program, whose students come from economically

deprived backgrounds and who often have major academic deficiencies. A

large proportion are minority students. Because of such factors it is felt I
that this group is likely to find entry into the academic community a notice-

ably stressful experience. The proiram underway is designed to enable these

subjects to be better able to cope with this experience. Presentation of

the results of this study is planned in a subsequent report.

18



As was indicated at the beginning of this report, the study reported

was a pilot investigation. It would have been desirable to have larger

number of subjects and a group that received an attention control condition.

Yet the investigation that was conducted accomplished its main goal of

permitting a test of the coping skills format. It was found that several

relevant dependent variables seemed to be influenced by the program and

interviews provided valuable information about the subjective reactions

of participants to the program's content.

On the basis of the pilot work conducted the experiment with economically

disadvantaged is now nearing completion. That study with a larger number

of subjects goes beyond a two group experiment and includes a group that

receives attention by means of a specially devised format. Having tested

the coping skills idea with college students, the overall project can now

be directed to the study of the stresses in complex organization and the

exploration of a coping skills approach to stress reduction. Work has

recently begun on this study usin( as subject3 the personnel of a large

urban police department, There are two dimensions to the police study.

One involves introduction of a stress zoping skills progran: into a Police

Academy in which trainees acquire the knowledge that is basic to police

work. The other is a study of all tl'ie sergeants in th. polire f;'rce.,

This group is especially interesting because the sergeants plc., s5"ch, a

key role in the functioning of the police organization.

19
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Appendix A

Introduction to the Student Stress Management Program

A number of individuals in the Psychology Department are presently in
theprocess of developing a program in stress management. The program is
designed to help college students develop coping skills which will enatle
them to deal more effectively with the stresses of university life and to
generally function more efficiently. The pronram itself will involve
participation in seven one-hour sessions plus some assignments related
to various aspects of the program. It -rill also involve responding to some
questionnaires and providing informati',.n that will enable us to evaluate
the effertiveoess of the program.

Prior to the beginning of the program, however, it would seem helpful
to provide some preliminary information concerning the nature of stress in
general, its effects cn individuals, and some of the factors one needs to
consider when attempting to cope with stressful situa'ions. The sections
to follow are designed to provide such information in an abbreviated form.

On the Nature of Stress

Many persons upon beginning college find that entering the academic
community results in a significant amount of change in their lives to which
tOey must adapt. Some must cope with being away from home for the first
time. Most have to go through the process of making new friends and acquain-
tences. The rather impersonal nature of a large university may also be
something that must be coped with. These factors as well as nany others
often make entering the academic corpnunity a rather stressful experience.

Changes in one's life related to school attendance or other events
(e.g., loss of a loved one, marriage, divorce, etc.) require a certain
degree of adaptation and social readjustmant on the part of the person
involved and must be coped with., To soic extent all of us are continually
being faced with new situations which change our lives to some degree and
with which we must cope. (Attached is a brief case example of one person's
experience in coping with now situations.)

As suaqested above, chanqc, whether it be related to college or other
areas of one's life, may be stressful to a greater or lesser degree. The
degree of stress may be particularly great if many changes occur within a
limited period of time. This stress may in turn have a detrimental effect
on the person's ability to deal effectively with ne•w stressful situations
which demand attention, and which must be coped with (a.u., taking exams,
passing difficult courses, adjusting to a new job, etc.).

Stress seem~s to have a variety of effects on the individual. Some

of these effects are primarily physiological while other's are more cognitive
in nature. It would apaear that both physioloilical and cognitive factors a:'o
important to consider when one is examining the nature of stress as both
seem to be involved in determining the nature of a person's entional response
to stressors. For exdmple, there is research evidence to suggest that even
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thc exact emotion a persoih reports experiencing depends on how he cognitively
labels his physiological arousal.

The physiological effects of stress may be reflected in increased
heart rate, rapid breathing,sweating palms, increased muscular tension, and
a general feeling of discomfort. As mentioned above, other effects of
stress ar3 primarily cognitive. Persons experiencing a great deal of stress
are often quite preoccupied with themselves. They tend to engage in a
great deal of self-oriented self-defeating thought which serves to further
increase tl,'eir level of arousal and to interfere with their performance.
For example, in a teating situation where performance is being evaluated,
the high stress person m,ý.y be bothered by such thoughts as "If I fail this
test I will probably f;<' the course," "People will really think I'm stu-
pid if I don't do well,' "I must not be as smart as therest of the people
in the class," etc. The person under a great deal of stress may be
bothered by such self-defeating thoughts much of the time in a variety
of situations. He may often worry about what will happen to him in the
future, obsess over events which have happened in the past, and be greatly
preoccupied with himself. Such self-oriented "worry responses" may
seriously interfere with performance or one's ability to cope with new
situations, as focusing on such thoughts results in a failure to fully
attend to the task one is attempting to perform or to the details of the
situation one is attempting to cope with. The more one engages in such
self-oriented thought the less efficient his performance is likely to be in
a variety of situations whether they be academic, social, or otherwise.

The previous statements suqgest that cognitive factors may be quite
important as they relate to stress. Not only may self-defeating thoughts
interfere with performance but what people so, (think) to themselves in
the form of self-irstruc-lJns, belief!7 and -valuations of situations
also has a large effec, o'- .ie wav they -(;, ,i to situations. Most

emotional responses ':r- ,e result, not uf external events alone, but what
we covertly tell ourselves about the events. For example, a student
who responds to a low grade by telling himself it is a catastrophe and that
it proves that he is worthless and stupid will clearly have a different
emotional reaction and will display different behaviors than will another
person who experiences the same event but tells himself, "So what, I'll
do better next time." What we say to ourselves does make a difference.
From this information concerning stress and its effects it would appear
that to learn to deal effectively with stressful situations one must deal
with both the physiolouical and cognitive aspects.

It might be pointed out that anxiety itself should not be viewed in an
entirely negative light. While it may, at higher levels, interfere with
performance and can be quite distressing to the individual it is possible
for persons to learn to effectively cope with anxiety. Through training,
anxiety may come to be facilitative as physiological reactions and self-
statements can come to serve as cues for the individual to engage in
appropriate coping behavior which willenhance performance.
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Copingi with Stress

There is evidence frum a number of sources that individuals can
'learn to cope with stressful situations. From a review of the literature
on the factors related to stress, it would appear that an optimal stress
management program would involve learning a number of coping behaviors.

One behavior which seems iiportant in coping involves learning to
identify when one needs help with, or information about, a stressful
situation. For example, obtaining knowledge about effective study habits
may make taking tests much less stressful as such knowledge provides
information concerning ways of preparing for a stressor. While this may
appear somewhat obvious, many people experience much anxiety over situ-
ations when obtaining help or gaining information could alleviate much
of the anxiety. For an even more obvious example,, one might consider the
situation of a student who observes some physical change in his/her body
which causes concern and anxiety. The person may obsess and worry excessively
over the condition, perhaps fearing that thd bodily change is symptomatic
of some dreaded c6isease. This extensive self-preoccupation may result in
a much lower level of performance for the person as well as probably a
considerable amount of anxiety. Perhaps months of worrying, anxiety,
and lowered efficiency could be avoided by seeking help and information
about the condition from a physician. Thus, appropriate help,.seekling
and the gaining of information may enable persons to reduce stress and

F perhaps avoid-unnecessary anxiety.

While learning to seek help when needed and to gain information about
stressors may be halpful it would appear that to effectively cope with
stress, one must learn skills necessary for dealing with the physiological
and cognitive aspects of anxiety (e.g., self-oriented and self-defeating
thought). One useful skill is that of relaxation. A special set of muscle
exercises can be employed to enable the individual to learn to achievedeep states of relaxation. After learning this skill the person can learnto recognize those cues indicating increased anxiety and use this feedback
as a cue to engage in relaxation responses. Evidence is also available to
indicate that persons can be successfully taught to inhibit self-oriented
and interferinq thoughts and to attend to tasks they are att;empting to
deal with, and this improves performance.

As entering the university for the first titre is likely to bL SOMe-
what stressful, it is felt that a program to help new students learn to
cope with stress would be helpful and should have a positive effect on
performance of subjects in the program. The present program is designedI
to teach students such coping skills in a systematic manner in order to
enable students to achieve more self-control and a greater ability to

4' cope with the stresses of university life and of life in general.
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A CASE STUDY

Hartley Hale, Physician and Scientist. In his mid-thirties, Hartley
Hale is chief resident of orthopedics in a major New York hospital--
well on the road to establishing his medical career--is the father of
three, dabbles in photography and copes with what life offers.
The work "zestful" best describes his orientation. From rare experiences
of dejection his spirits tend to bounce back quickly. He adapts. Heis resilient.

What are the reasons for Hale's success? He attributes to luck the
fack that he was able to do well in medicine, but luck is certainly an
insufficient answer. Perhaps he did have unusual dexterity; this did show
up in his childhood interest in mechanical things. But skill in medicine
in not simply a manual skill. It involves qualities of boldness, confidence,
self-reliance, willingness to assume responsibility in situations where
life may be a stake. Hale did not sense that he possessed such qualities
in any unusual measure. Like many people he took for granted many attributcs
that are responsible for success. But his successful behavior as a phy-
sician was not created suddenly as a response to the demands of his profession-
his traits go far back in his life history. The profession of medicine in-
fluenced him in a favorable direction, bringing forth his steadier, more
constructive qualities, permitting his disorganized rebelliousness to
recede.

The roots for Hale's competent coping lie in his earlier developmental
years. He grew up in the Midwest, in a conservative family--straight-laced,
he recalls. Although the house was strictly run, there were no punishments
which threatened possible loss of his parents' love. He viewed his father
as a disciplinarian, but a reasonable one. In fact, Hale's confidence is
based on early parental interest and discipline that did not threaten him
with loss of parental love. Throughout childhood, Hale was helped to
develop independence through parental encouragement--more from his father
than from his mother--encouragement from kindergarten years when he built
carts from blocks, through junior high school years when he built model
planes, to college when he did cellular research.

While this period of growing up may sound smooth and uneventful, it
had its intervals of ups and downs, it periods of equilibrium and dis-
equilibrium. It did involve major stressful situations with which Hale
coped competently. For example, he mastered the socially painful handicap
of stuttering. He attributed this stuttering to the general insecurity
in his home. His parents went tl.rough a difficult time with their marriage
and at one point nearly separated. Hale recalled several years later:

"I never felt that things were too sace and happy . . . the whole thing
seemed to make my own future so uncertain." Hale remembered thinking that
if he were "good," then his parents wouldn't fight. He then realized that
he had to live his own life. Because of this stressful situation he develop-
ed more independence--actually, as a form of defiance. To cope with the
fear of parental split-up, he sought strong support from friends; relation-
ships with them helped to fortify his feelings of security and confidence
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at a time when these feelings were very uncertain. He learned to rely
heavily upon himself--to depend a great deal upon his power of action
and mastery, his ability to attack and solve problems.

Throughout his growing up and early adulthood years, Hale faced
life's stresses competently--maintaining his level of self-esteem. Yet
when last interviewed, in his mid-thirties, he still had a certain feeling
of inadequacy: "I never am quite as good as they think I am," he said.
What Hale needed was proof that he could repeat his old triumphs over
difficulties, that he could still rule his personality. Summing it up,
Hale concluded: "I like the world as it is. For as it is it offers
competition and insecurity, and it's the battle to overcome each of these
that makes life worthwhile."

How Hartley Hale coped with many of the opportunities and problems
that he encountered in his life is an instructive case history of the
development of coping behavior. But Hale's life is barely half over; there
are many more new coping situations in which he will find himself. He
has to adjust to the physiological changes of his middle age, and to the
aging of his parents; he has further career adjustments to make--leaving
the hospital, teaching, opening a private practice. He has to assist his
teen-age children to become responsible, well-adjusted adults; and he
has to take fresh stock of his life. In later years, Hale will have to
adjust to his own aging--decreased physical strength and health, retirement
and possible isolation. Successful aging for Hale might be maintaining,
as far and as long as possible, the activities and attitudes of middle
age--making rounds at the hospital, continuing his bone-cell research.
For another person, successful aging might take the form of disengagement
from some of the more active roles of middle age, engagement in scme
other older age roles. And, inevitably, to all comes the need to cope
with death--of a spouse, a friend, one's self.

Coping competently with life's stressful situations develops self-
confidence and resiliency. Much of the zest for life is stimulated by
the need to cope: to take responsibility, to seize opportunl'tý, to

meet challenge.

(From Coping with Stress, Roche Reports, 1975)
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Videotaped Modeling Scene - Stress and Coping Skills Program

Question Asking

Scene: (Classroom) Student in lecture, not understanding point made
by the instructor. Afraid to ask question for fear of looking
foolish. Copes with self defeating thoughts, asks question to
clarify point, gets answer and is reinforced.

Instructor (Lecturing)

As I indicated last time, today we will continue talking about ways of

changing behaviors, tIle have already spoken about positive reinforcement and

have indicated that one way to modify a behavior is to follow that behavior

with a reward. If we reward or reinforce a behavior the behavior will tend

to occur more frequently in the future.

A second way of changing behavioris by the use of punishment. If

follow some behavior with an aversive stimulus (shock for example) it will

tend to reduce the frequency of occurance of that behavior.

Negative reinforcement is a third way the frequency of occurance of

a behavior can be modified. Negative reinforcement involves a change in

behavior due to the removal of an aversive stimulus. It is clear that this

is a very different procedure than punishment.

Continue with lecture but shift focus to model in classroom
who is beginning-tolook restless.

Instructor (continuing)

An additional way of altering behavior is through extinction. To

extinguish a behavior we simply remove the reinforcement that typically

'follows that behavior. If we remove the rewarJ we find that the behavior

tends to decrease,

Focus on models self statements
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Model:

Lets see -positive reinforcement, punishment, negative reinforce-

ment all ways of changing behavior.

I think I understand what positive reinforcement is but I'm not so sure

about the distinction between negative reinforcement and punishment.

That didn't seem clear to me at all.

I think I know what punishment is, but the way he described it, it sounded

like negative reinforcement was the same thing.

I'd better ask him about the difference between the two - The test over

this material is day after tomorrow and I know he's going to expect us

to know these terms. Pause,

He's already talking about something else now,

was stupid or that I wasn't listening.

Everyone else must have understood what he was saying -they didn't ask

him about it. If I ask they will probably think I'm dumb too.

If I can't understand a simple psychology lecture I wonder if I really

should be in college. I must be the only one here who doesn't understand

what's going on. There seems to be quite a few things I have trouble with.

What am I doina? I'be been setting here obsessing about myself for ton

minutes and haven't heard anything he's been saying. These darned thoughts
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make it that much more difficult for me to understand what's happening.

If I listened to the lecture instead of myself I might have understood

him even though he wasn't too clear.

I'd better ask himi what he meant and put an end to this nonsense.

There's probably at least a fewA others who didn't understand him either,

and who are hesitant to ask.

Well, here goes - lets wait for a pause when it will be appropriate to ask.

Good, Nows the time.

MODEL: raises hand

"A few minutes ago you were talking about punishment and negative reinforce-I

ment. I'm not sure I really understand the difference b tweeii the two.

Could you go over that again?

Instructor:

Sure, I'm glad you asked that, I guess the difference between the two is

rather difficult to understand. Lots of people have trouble distinguishing

between those two terms.

I guess maybe I wasn't too clear in my distinction between the two either.

Anytime I'm that ambiguous in the future somebody needs to ask me to

explain what I'm talking about.

OK, let me go to the board and illustrate the difference bet 'een the two-

a little bit clearer this time I hope.
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Shift to rnodel

Model: (self statements)

Goo, I'm Glad I asked. That was definitely the thing to do. Probably

nobody else understood it either. I guess I'm the only one with enough

nerve to ask.

Well I guess I had better listen carefully to this explanation and attend

to what he is saying so I can understd~1d it this time.

Focus on Instructor getting ready to explain and fade out.

Modeling Scene - Stress and Coping Skills
Exam Taking

Scene: Model taking exam in classroom setting. Becomes anxious over nature
of questions, displays physical indicators of anxiety ance self

defeating thoughts which become more and more frequent. InhibitsI
self defeating thoughts, attends to task, self reinforcement.

Focus on small class with instructor in front of class. Shift to model
who is obviously anxious over exam. (Moving around in seat, wiping palms

etc.)

MlodO (self statements)I

Lets see the answer to this ona must be A - or is it B. Glee I'm
not really sure. Both of them can't be right. This is the third question
in a row that I haven't been sure of.

I know I studied enough for the exam but I just can't seem to settle on
the right answer. Boy I'm really beginning to freeze up.

Well,, lets see about this next one-

"Does a tree falling in an uninhabited forest make a noise?"
A. Yes
B. No
C. The answer depends on the operational definition

of noise.
D. There's no way to tell
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Boy thats a stupid questioin if I've ever seen one. I can't believe I'm
going to end up failing a test because of questions like this one. I
don't know why they can't ask questions that are at least somewhat mean-
ingful. Damn this is a stupid question.

Who cares whether anyone can hear a tree falling in a forest or not. That
doesn't have anything to do with anything.

Focus on ante tdn evngadhnigi ae

Miodel: (Self statements)

Don't tell me lip's finished already - we've only been here 30 minutes.
Thirty minutes and I'm not even half finished. I'll never get through
in time. I'm going to flunk this test for sure.

If I really know the material I'd be finished by now too. I must really
not belong here anyway.

I don't know what will happen if I flunk this test. If this happens very
often I'm sure to end up on probation. Then people really will think I'm
stupid. I don't know hoW -' could explain that to my folks - that I letI
thewn down like that.

Pause: Hey I've got to pull n~yself together - thinking these kinds of
thoughts isn't getting the ,Job done.

I'm sure not to get finished if I keep on doing what I'm doing now.

Now Just take a deep breath (mnodel inhale and exhale). Now relax. Cut
out all those stupid thoughts and pay close attention to what I'm doing.
Just read the question. Don't think about anyth-Ing but the question
and choose the best answer I can.

OK back to the questions

Does a tree falling in an Uninhabited forest make a noise?I

That is a stupid question - but I can got mad about it later. Getting
mad doesn't halp qly grade rnoiw it just gets me upset.

Well what's the answer?

Lets see~, I don't think A or B are right.

C. The answer depends on the operational definition of noise.

I remember talking about operational definitions in class. I guess it 4

makes sense. Whether a falling tree makes a noise or not would depend
ontuw one chooses to define noise. It must be C.
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Not too fast - how about D. At least read it - - no C must be the
answer.

Got that one out of the way. Just take one at a time.

OK next question. Just attend to what I am doing - no negative thoughts -

just answer the question.

Lets see now "Gordon Allport could best be described as a:
A. Freudian
B. Gestalt Psychologist
C. Behaviorist
D. None of the above

Lets see, Allport did a lot of writing about traits of personality, how
about A.

No, Freud believed In psychoanalytic principles. Freudians aren't big on
the idea of traits.

B. Gestalt Psychologist - Gestalt psychologists certainly weren't inturo;'tk,..

in traits. Forget B,

C. Behaviorist - Now I know they place a big emphasis on learning and
situational determinants of behavior. If he was a strong behaviorist he
wouldn't be writinq books about trait psychology.

So 0. Must be the one.

That was better - I may pass this silly test after all.

Just one question at a time and just pay attention to the Question I am
answering and nothing else. Thats the way to do it.

End script,
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Appendi,: C
How to Learn Deep Miuscular Relaxatirn

Ronald E. Smith
University of Washington

The ability to relax deeply and quickly is an extremely useful coping
response in dealing with stress and other maladaptive emotions. The
following procedure should allow you to learn this important self-control
behavior within a week or less. Once mastered, the relaxation response
can be used to cope with stress or tensior as soon as you feel it beginning
to occur.

It is recommended that the relaxation exercises be practiced at least
twice a day until they are mastered. The exercises will initially requireabout thirty minutes of practice, but as you master the technique, the
time required will become proqressively shorter. Practice should be
carried out in a comfortable chair, sofa, or bed, and in a relatively
quiet atmosphere.

1. Get as comfortable as possible. Tight clothing should be loosened and
your legs should not be crossed. Take a deep breath, let it out
slowly, and become as relaxed as possible.

2. Raise your arms and extend them out in front of you. Now make a fist
with both hands as hard as you can. Notice the uncomfortable tcnsion
in your hands and fingers. Hold the tension for five seconds, then let
the tension out half way and hold for an additional five seconds. Notice
the decrease in tension but also concentrate on the tension that is
still present. Then let your hands relax completely. Notice how the
tension and discomfort drain from your hands and are replaced by sen-
sations of comfort and relaxation. Focus on the contrest between the
tension you felt and the relaxation you now feel. Concentrate on
relaxing your hands completely for 10-15 seconds.

3. Tense your upper arms hard for five seconds. Focus on the feeling
of tension. Then let the tension out half way for an additional five
seconds. Again, focus on the tension that is still present. Now
relax your upper arms completely for 10-15 seconds and focus carefully
on the developing relaxation. Let your arms rest limply at your sides.

4. With your toes supported and your legs relaxed, dig the toes of your
feet in the bottom of your shoes. After five seconds, relax the toes
half way and hold the reduced tension for an additional five seconds.
Then relax your toes completely and focus on the relaxation spr2ading
into the toes. Continue relaxing your toes for 10-15 seconds.

5. Point your toes downwarn so that the feet and calves are tensed.
Hold the tension hard for five seconds, let it out half way for an
additional five seconds, and then relax your feet and calves completely
for 10-15 seconds.
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6. Extend your legs and raise them approximately six inches above ttL2
floor and tense your thigh muscles. Hold the tension for five
seconds, let it out half way for an additional - soconds, and
then relax your thighs completely. Concentrate ,• totally relaxing
your feet, calves, and thighsfor about 30 seconds.

7. Tense your buttock muscles hard for five seconds, then let the tension
out half way for another five seconds. Finally, relax your buttocks
completely and focus on the sensations of heaviness and relaxation.
Concentrate on also relaxing the other muscle groups that yuu have
already dealt with.

8. Tense your stomach muscles as hard as possible for five seconds and
concentrate on the tension. Then let the tension out half way for ani
additional five seconds before relaxing your stomdch muscles completely'.
Focus on the spreading relaxation until your stomach muscles are
completely relaxed.

9. Press the palms of your hands together and push so as to tense the
chest and s"'ulder muscles. Hold the tension for five seconds, tnen
let the terision out half way for an additional five seconds. Now
relax the muscles completely and concentrate on the relaxation
until they are completaly loose and relaxed. Concentrate also on the
muscle groups that have been previously relaxed.

10. Push your shoulders back as far as possible so as to tense your back
muscles. Let the tension out half way after five seconds, hold the
reduced tension and focus on it carefully for an additional five
seconds, and then relax your back and shoulder muscles completely.
Focus on the spreading relaxation until they are completely relaxed.

11. While keeping the muscles of your torso, arms, and legs relaxed,
tense your neck muscles by bringing your head forward until your chin
digs into your chest. Hold for five seconds, release the tension
half way for another five seconds, and then relax your neck completely.
Allow your head to hand comfortably while you focus on the relaxation
developing in your neck muscles.

12. Clench your teeth and notice to'e tension in the muscles of your jaws.
After five seconds, let the tension out half way for five seconds,
and then relax completely. Let your mouth relax completely with your
lips slightly parted and concentrate on totally relaxing these
muscles for 10-15 seconds.

13. Tense your tongue by pushing it into the roof of your mouth as hard
as possible. Hold for five seconds, then let the tension out half wiay
and hold for an additional five seconds, and then relax your tongue
completely. Focus now on completely relaxing the muscles of yourneck., jaaw, and tongue.
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14. With your eyes closed, squint and rotate your eyeballs upward as if
you were looking up. Hold the tension for five seconds, then release
it half way for an additional five seconds. Then relax your eyes
completely. Focus on the relaxation developing in your eyes and
also concentrate on relaxing your other facial muscles.

15. Wrinkle your forehead and scalp as hard as possible. Hold the tension
for five seconds, then release half way for another five s.conds,
and then relax your scalp and forehead completely, as always focusing
on the developing feeling of relaxation and contrasting it with the
tension which existed earlier. Concentrate now for about a minute
on relaxing all of the muscles of your body.

16. Controlled breathing is one of the most impubtant elements of the
relaxation response, since one can bring forth a feeling of relaxation
by correct breathing. Take a series of short inhalation%, about one
per second, until the chest is filled, Hold for about five seconds,then exhale slowly foi- about ton secon~ds wvhile thinking silently to

yourself the word "relax" or "calm." Think or picture the word to
yourself as you slowly let out youw' breath.. Repeat the process at
least five times, each time striving to deepen the state of
relaxation which you're experiencing.

The deep controlled breathing is very important and should be practiced
as frequently as possible. Research has shown that this type of breathing
can quickly lower bodily arousal and tension. It is suggested that in
subsequent relaxation practice sessions, the deep breathing exercise be
employed between each muscle qroup exercise so as to deepen the state of
relaxation and allow you to practico muscle relaxation in conjunction
with tho deep breathing.

35



Appendix D

Attcntional Training

Stress and Coping Skills Program

General Information

This phase of the program is designed to aid subjects in learning
to fully focus their attention on relevant tasks and to inhibit interfering
thoughts. Again, it should be stressed that persons do talk to themsulves
and that what they say may either enhance or interfere with performance
on academic tasks or other tasks as well. Subjects should be encouraged
to talk to themselves while engaging in tasks and be encouraged to inhibit
sel f-preoccupyi ng thoughts.

Instructions to Subjects

Up to this point we have on numerous occasions emphasized the role
of self statements as they relate to performance. You have heard about them
in the lecture on stress in session one. You have read about them in the
handout on the effects of stress, and you have seen on the videotapes how
such self-preoccupying thoughts and statements can interfere with tcst
performance and performance in other academic situations.

So far you have been given training in relaxation and how to use it,
and you should be well on your way to learning how to effectively deal with
the physiological aspects of stress. Today we want to begin focusing on
the cognitive aspects of coping to a greater degree by giving you some
initial training in attending and in inhibiting interfering responses.
This is designed to help you learn to focus your attention only on tasks ,
at hand rather than on self oriented thoughts. As there is ir suffOcient
time to complete all of the attentional training within these training
sessions, it will be necessary for you to practice employing these skills
on your own, as often as possible, when working on academic tasks. You
will find that such attentional focusing will greatly enhance your perfor-
mance if employed regularly.

Today we will begin by having you work on some arithmetic problems.
The approach that you will be instructed in is designed to help you focus
full attention on the arithmetic operation in each problem. The important
thing for you to understand about the approach is that you are to Talk to
yourself Constantly about what you are doing. The approach is probably
similar in many respects to i ie one you ordinarily use. The emphasis here,
however, is on the Constant uJe of the approach. You are to talk to your-
self only about the problems and you are to do so continuously. We are
not attempting to teach new mathematical techniques-for doing the problks,
but rather to stress that you should be focusing your full attention on
the problem at hand.

To give you an idea of what we mean, I will take you throurin the
first problem in the problem booklet while talking aloud about each of
the arithmetical operations. Hrite down the numbers in the appropriate
plares wh,.i I 5ay them.
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21 goes into 36 one time. One times 21 is 21. 21 from 36 is 15.
Bring down 2. 21 into 152 goes 7 times. 7 times 21 is 147. 147
from 152 is 5. Decimal point after 7. Bring down zero. 21 into
50 goes 2 times. 2 times 21 is 42. 42 from 50 is 8. 8 is less
than half of 21. The answer to one correct decimal place is 17.2.

To be certain that you have got the idea of talking to yourself about
the problems, I would like each of you to do one of the practice problems
while talking aloud in the same way that I did. Again, it is stressed
that we are not teaching new mathematical techniques. If the technique
you use differs slightly from that which I just used, continue to use the
method you are familiar with. The important point is that you are to talk
aloud about what you are doing. All of the thoughts which come to mind
while working the problem should be verbalized. O.K. Let's begin.
Each of you should do one problem

Have each subject talk through one problem from the practice problem
set. Note the occurance of any non-task-related responses and encourage
subjects to attend fully to the task and to inhibit interfering thoughts.

O.K. Now I would like for each of you to practice by talking to
yourself silently while working an additional five problems in the test
booklet. Remember, talk to yourself constantly concerning the operations
involved in the problemi. Attend to the task co,,pletely and inhibit any
interfering thoughts which may occur.

After all Ss finish, check for any problems.

Good. Now that you have the idea, you should practice this every
chance you get while working on homework, while taking exams, and while
engaging in other tasks which demand attention. Remember, talk to yourseli
while performing the task, but only about the task itself. Shut out those
interfering responses. With a little practice, I think you will find that
this will become easier and easier.

37 1
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Appendix E

Modeling Scene - Stress and Coping Skills

SCENE Student participating in psychology experiment involving test
taking with threat of shock, Anticipates, confronts, and
copes with stress-reinforces self for coping.

Subject enters room where expermne is waiting in front of apparatus
which seems capable of shocking someone.

Subject: Hi. I'm Thomas Adams and I am here to participate in a psycholooy
experiment.

Exerment~er: Thomas Adams (looks at paper) mmmh you seem to be on the
list. You're right on time. Come on in and have a seat.

Subject sits down in front of apparatus.

Subject: What's this study all about?

Experimenter: Well, we are interested in assessing the performance of
subjects under stressful situations. We will be having you sit
here in front of this machine with electrodes placed on one of
your legs. We will then wiant you to -take this basic arithmetic
test which we have here. It involves problems of division,
addition, multiplication, and subtraction, which vary with
regard to their difficulty level.

There are some things I should tell you about the study before
you begin. One is that you may receive an electric shock to
your leg on one or more occasions during the second five minutes
of the ten minute session. The second thing is that to encourage
you to perform as rapidly and as accurately as possible, you
will receive a dollar for each two correct responses. By the
way, with regard to the shock, there will be no suggestion as

f " ~to wý.hen the shock will occur. However, the more time that
elapses pr'ior to the shock, the more intense the shock when
it does come.

03 you think this is an experiment you want to participate in?
You know that participation is strictly untary.

LSubject: How much money is it possible to earn?

Experimenter: Let's see. There are 20 problems all together. It would beI
possible to earn $10 if you were able to get all oFc them right
in the ten minute time period.

Sub~ject: Well, this really isn't the type of study that I had hoped for.
I'm really sort of afraid of shocks but I do need the money.

I--I guess I'll try it. I can stop any time I want to though,.I
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Experimenter: That's right.

Experimenter: O.K. Let's put the electrodes on (appear to put electrode
on leg of subject). Now here is the test booklet--good luck--
I'll be back in about 10 minutes to see how you've done.

Subject: O.K.

Subject sitting in front of machine with test in front of him looking
obviously anxious (moving about in seat, wiping palms etcT

Subject: (self statements)

Well, I guess I had better get started.

Looks at paper, then stares off into space and pauses for a moment.
rSelf statements)

I wonder how strong the shock will Me. I remember once before
when I got shocked it really hurt-, bad. Wish I knew how many
times you get shocked. I'm not sure I could handle a lot of real
strong shocks. I shouldn't have ever signed up for this study..

I can't believe it. Py heart is already beating like mad ;nd
my palms are just as wet as they can be. I sure am getting
anxious. I'm getting a lot of those interfering thoughts again,
too. I'm sitting here worrying about the shock and getting all
up tight not getting the problems done.

I know the shock is coming but I can't let worring about it mess
up my performance.

I've got to pull myself together--just take a deep breath--now
just relax.

No negative self statements.--just think rationally, Horry won't
help anything.

O.K.,now what is it that I have to do? Just attend to the
problems and no negative thoughts.

This one's not bad at all. 3 x 55 = ? O.K. 3 times 5 is 15.
Bring down the 5 and carry the 1. 3 x 5 equals 15 plus one i
16. O.K. 165 must be the answer. Now just one at a time.

Film subject continuing to work on problem but becoming progressivel'
more anxious.

That's nine out of the way. The problems aren't all that bad
but I'm getting all anxious again. My palms are sweating.

39

S... .. .z , ,• " ;"e o ••• ,•,-, •, •p ,•, , - , , -, ,: ",2 : , •, '-•'i! i;, _ _,'__ _ _• •¢I" ,',?• :• ''': •';•''



Appendix E
Page 3

I can hardly swallow, and I've got that tight feeling in the pit
of my stomach again (becomes obviously upset). I'm not sure
I can handle this--that shock is going to be coming any minute.
I'm not sure I need the money that bad. It's this waiting for the
shock that's really getting to me. It's driving me crazy.

Hey, I'm starting to get overwhelmed about this whole thing and
it's not really that big of a deal. This time tomorrow I won't
know or care whether I got shocked or not.

I'm just not going to give into these feelings. I know I can
cope with tharif I just put my mind to it. I've coped with
tougher situations than this before.

Don't try to eliminate the anxiety completely. Just keep it
manageable. All this will be over in a few minutes.

The shock probably won't even turn out to be as bad as I've made
it out to be,

If I think only about the problems I can't think about the shock.

Take another good deep breath. Just relax and attend to the
problems.

Here goes--99 + 37 + ? Good, another easy one.

9 plus 7 is 16. Bring down the 6 and carry the I.

Ouch! There is the shock. It's not exactly fun but not all
that bad. Forget it--now back to the test.

Where was I? 9 plus 3 = 12 plus 1 = 13. 99 plus 37 = 136.

Now I''m on my way.

Now what's the next one? Just take one at a time. Relax and
pay attention only to the problems.

Film subject working on problems
(Self statements)

Gee, that's number 20--I actually got finished. (Have subject

appear to finish and look up from test.)

ENTER EXPERIMEN'JTER

Experimenter: Ah, you finished them all (looks at test as if checking
answers). You got all but four of them right--looKs like you have
got some money corning. You can come by here any time after 12
tomorrow ,ind pick up your check. Thanks again.
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Subject (self statements as he walks out of door)

I really made too big a deal about all of this. That wasn't
nearly as bad as I expected.

I think I am really getting to the point where I can handlemyself pretty well when the going gets tough. I am reallyable to control myself now.

41 1
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